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‘Living the curriculum’: Integrating sport education into a 1 
physical education teacher education programme 2 
 3 
Abstract 4 
 5 
This study recognises the paucity of research regarding how pre-service teachers 6 
learn to use Sport Education (SE) in their physical education teacher education 7 
(PETE) programmes (Stran & Curtner-Smith, 2010). This study provides an 8 
experience in PETE where pre-service teachers ‘live the curriculum’ (Oslin, Collier 9 
& Mitchell, 2001) and experienced a SE season (Siedentop, 1994) as participants. 10 
Data was collected through weekly observations, researcher and lecturer 11 
reflections and interviews and focus groups with the lecturer and pre-service 12 
teachers. The results provide support for the ‘live the curriculum’ experience from 13 
the perspective of the pre-service teachers. It was indicated however that there 14 
were occasions when the lecturer was compromised between teaching through 15 
SE while teaching pre-service teachers how to teach SE in schools. It was also 16 
observed that there was a diminishing awareness of SE towards the end of the 17 
module. Recommendations for the inclusion of SE in PETE are also provided. 18 
 19 
Introduction 20 
 21 
With the effectiveness of Sport Education (SE) clearly fore grounded in the 22 
literature (Wallhead & O’Sullivan, 2005; Kinchin, 2006), researchers have started 23 
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to call for research to be conducted on how pre-service teachers (PSTs) learn to 24 
use SE (McCaughtry, Sofo, Rovegno & Curtner-Smith, 2004; McMahon & 25 
MacPhail, 2007). One recommendation that arose in the literature is for PETE 26 
programmes to offer PSTs an opportunity to experience a SE season in which they 27 
are a participant (Collier, 1998; Kinchin, Penny & Clarke, 2005). However, few 28 
studies have provided an analysis of these experiences and have instead given a 29 
description of the methods used with limited or no presentation of the findings of 30 
the experience (Oslin, Collier & Mitchell, 2001; Jenkins, 2004; Kinchin, Penny & 31 
Clarke, 2005) 32 
 33 
This study provides PSTs with an experience similar to those recommended in the 34 
research, and attempts to determine the effectiveness of the experience. The 35 
findings will help support the recommendations provided in the literature and 36 
identify potential problems which may arise as a result of PSTs experiencing SE 37 
through a ‘living the curriculum’ approach. 38 
 39 
Model-based instruction 40 
 41 
PETE programmes have started to encourage their PSTs to use a variety of 42 
curriculum and instructional models (IMs) while teaching (Gurvitch, Lund & 43 
Metzler, 2008) an approach that has been identified as Model Based Instruction 44 
(MBI). Gurvitch et al. (2008) believe that having knowledge of a variety of IMs will 45 
improve teacher effectiveness. MBI presents teachers with a range of IMs, 46 
including SE, Tactical Games and Cooperative Learning, from which to guide their 47 
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instruction. The selection of the IM they use is determined by a number of factors 48 
including the class group, content and goals of the module (Gurvitch, et al., 2008).  49 
 50 
The application of MBI in one particular PETE programme is examined in detail in 51 
the Journal of Teaching Physical Education 2008 Monograph edited by Gurvitch, 52 
et al (2008). The editors stress that the development of MBI should be viewed as 53 
“new and different” rather than “new and better” as there is limited evidence to 54 
suggest the effectiveness of such an approach over other approaches. In light of 55 
such an admission, findings presented in the monograph need to be identified as 56 
early small-scale findings rather than significant concrete conclusions. The 57 
monograph has provided a starting point in which to pursue the concept of MBI 58 
further and initiated a number of encouraging findings. 59 
 60 
The special edition provided initial evidence in support of MBI’s use from the 61 
perspective of both PST and their students. It was identified that the PSTs used 62 
MBI effectively on their teaching practice, that they appreciated and enjoyed 63 
using it, and that they saw the advantages to using MBI as opposed to traditional 64 
approaches (Gurvitch, Blankenship, Metzler & Lund, 2008). Research following 65 
these PSTs into their careers as initial teachers identified that direct instruction 66 
strategies were still favoured however. The majority of initial teachers admitted 67 
they would only sometimes use the more student centred and indirect IMs 68 
(Gurvitch & Tjeerdsma Blankenship, 2008). Gurvitch et al., (2008) proposed that 69 
research needs to be conducted to qualify the claim that PSTs who learn one IM 70 
well in PETE will be more likely to implement it in the future. One of the most 71 
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acknowledged IMs within MBI, and the most frequently taught in PETE 72 
programmes (Ayers & Housner, 2008) is SE. In the context of this study SE will be 73 
used to examine how one IM within MBI can be included into a PETE programme. 74 
 75 
Sport Education 76 
 77 
SE is an IM that provides students with positive and authentic sport experiences 78 
while developing students as “competent, literate and enthusiastic sportspeople” 79 
(Siedentop, 1994; pg 4). Students are encouraged to be (a) competent in that 80 
they are able to play the game with a required level of sport specific skill and 81 
tactical awareness, (b) literate in that they recognize and value the rules and 82 
traditions associated with the sport and, (c) enthusiastic in that they wish to 83 
develop and preserve the sporting culture through their participation. SE is 84 
defined by six key characteristics, (1) Sports are organised into seasons that are 85 
generally longer than traditional sporting units taught as part of a PE programme, 86 
(2) all students are members of a team and remain on that team for the duration 87 
of the season, (3) sport seasons are defined by practice and formal competition 88 
where the emphasis on affiliation and competition make the sport seasons more 89 
meaningful, (4) sport seasons usually end with a culminating event, which 90 
provides goals for the player to work toward throughout the season, (5) records 91 
are kept throughout the season and provide feedback for individuals and teams 92 
and, (6) festivity is encouraged and enhances the meaning for participants and 93 
adds an important social element to the experience (Siedentop, 1994). 94 
 95 
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Research has provided strong support for the SE model, with positive findings 96 
being observed in the areas of gender inclusion (MacPhail, Gorely, Kirk & Kinchin, 97 
2008), student enjoyment of the model (MacPhail, Kinchin & Kirk, 2003), 98 
enjoyment of roles (Hastie & Sinelnikov, 2006), teamwork (Hastie & Curtner-99 
Smith, 2006) game performance (Wallhead & Ntoumanis, 2004), the inclusion of 100 
lower skilled students (Pill, 2008) and fair play (Sinelnikov & Hastie, 2008). 101 
Research has examined the differing perceptions of boys (Kinchin, Wardle, 102 
Roderick & Sprosen, 2004), and girls (Hastie, 1998 a) to the model. A variety of 103 
sports have been taught through the model including netball, gymnastics, 104 
athletics (Clarke & Quill, 2003), rugby (Kinchin et al., 2004), badminton (Brunton, 105 
2003) and ultimate Frisbee (Hastie 1998 b). SE has also been implemented among 106 
a range of age groups including primary (MacPhail, Kirk & Kinchin, 2004), 107 
secondary (Clarke & Quill, 2003), and collegiate physical activity courses (Bennett 108 
& Hastie, 1997).  109 
 110 
The primarily positive outcomes of SE identified in the literature, encourages 111 
teachers and PSTs to use the model. The importance of teachers in the effective 112 
delivery of SE cannot be underestimated (Hastie, 1998 b, Kinchin, 2003, Kim, 113 
Penny, Cho & Choi, 2006) and teachers’ perceptions and uses of SE have received 114 
much attention in the literature (e.g. McMahon & MacPhail, 2007; Curtner-Smith, 115 
Hastie & Kinchin, 2008; Stran & Curtner-Smith, 2009). There is a shortfall however 116 
of research regarding PSTs’ experiences of learning and using SE.  117 
 118 
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Teachers’ and pre-service teachers experiences of SE 119 
 120 
Teachers have commented that using SE provided them with more time to 121 
observe, correct and praise students (Brunton 2003), it made assessment easier 122 
(Clarke & Quill, 2003), and it resulted in students having a better understanding of 123 
the game, teamwork and tactics (Carlson, 1995). Some of the inhibitors to using 124 
SE have been found to be time (Clarke & Quill 2003), and students’ maturity levels 125 
to perform roles effectively (Curnrow & Macdonald, 1995). It is informative to 126 
examine these inhibitors in a PETE programme context, expecting maturity levels 127 
of PSTs to be higher than those of school students and hence an ability to 128 
perform roles related to SE more effectively.  129 
 130 
There have been numerous attempts to analyse teachers’ uses of SE and 131 
understand further their perceptions of using SE. Curtner-Smith et al., (2008) 132 
observed  ten beginning physical education teachers who were teaching SE. The 133 
authors found that the teachers delivered SE in one of three ways; ‘full version’, 134 
‘cafeteria style’ or ‘watered down version’. Using SE in its ‘full version’ results in 135 
the user delivering seasons that are congruent with Siedentop’s (1994) 136 
characteristics, noted above. The ‘watered down version’ denotes that the user 137 
implements some elements of SE but omits many elements that transform 138 
traditional sporting units into SE, while the ‘cafeteria style’ incorporates ‘only 139 
parts of SE’ within traditional sporting units. They concluded that in order for 140 
teachers to teach SE in its ‘full version’, teachers must have a supportive working 141 
environment and a high quality introduction to SE in their PETE programme. When 142 
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these factors were not present SE was delivered in either a ‘watered down’ or 143 
‘cafeteria style’ approach, and in one case it was not possible to identify any 144 
aspects of SE in the delivery of physical education. This study aims to attend to 145 
the requirement of high quality SE in PETE by providing a PETE experience similar 146 
to those recommended in the literature (e.g. Collier, 1998). 147 
 148 
Some authors have noted the gap in the research literature regarding how 149 
teachers learn to teach and use the SE model and have conducted research to 150 
eliminate these omissions (e.g. McMahon & MacPhail, 2007; McCaughtry et al., 151 
2004). McCaughtry and his colleagues (2004) reported findings from two groups 152 
of PSTs using SE for the first time. It was noticed that the PSTs left out vital 153 
aspects of the SE model, did not appreciate the model and they thought it was 154 
too much work. The authors reported that the majority of PSTs expressed that 155 
they would not use the model again. The authors believe that it was as a result of 156 
the PSTs’ initial misunderstanding of the SE model that hindered their learning 157 
most. 158 
 159 
McMahon and MacPhail (2007) also reported negative experiences of one PST 160 
using the SE model. The PST struggled to teach tactical game play and struggled 161 
to create situations where students learned from each other. The PST reflects that 162 
the reasons for not delivering the SE model in its entirety was a result of not 163 
receiving effective SE-PETE and her lack of experience of SE in turn having to rely 164 
on her own sporting experiences to teach it. The PST had only attended a lecture 165 
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and a workshop on the model as well as readings she had undertaken 166 
independently. 167 
 168 
Contrastingly more recently a study completed by Stran and Curtner-Smith (2009) 169 
observed two PSTs who attempted to use SE for the first time. Both teachers 170 
taught SE using the model in its ‘full version’ (Curtner-Smith et al, 2008). This was 171 
attributed not only to their orientation to teaching but to the high quality SE-PETE 172 
in which they received opportunities to experience and teach using SE. Similar 173 
results attributing the importance of high quality PETE and supportive working 174 
environments to the effective delivery of SE have been observed by Curtner-Smith 175 
and his colleagues (2008). However these PSTs were selected for observation as 176 
they had showed ‘superior potential’ in their PETE programme and it was believed 177 
that they would be likely candidates to use SE, it would be interesting to 178 
understand if other PSTs who had not shown ‘superior potential’ would have used 179 
SE to the same extent. 180 
 181 
With evidence of teachers and PSTs using SE to varying extents, along with the 182 
importance of high quality PETE for the effective delivery of the model, it seems 183 
pertinent that research be conducted on the inclusion of SE in a PETE programme. 184 
This is one area of SE research that has received limited attention (McCaughtry et 185 
al., 2004; Stran & Curtner-Smith, 2009; Stran & Curtner-Smith, 2010) and 186 
McCaughtry et al. (2004) believe such research offers fruitful extensions of, and a 187 
missing companion to, SE’s development. 188 
9 
 
 189 
SE and PETE programmes 190 
 191 
It has been suggested that SE should be included as a principle component of any 192 
PETE programme (Alexander & Luckman, 2001; Curtner-Smith & Sofo, 2004; 193 
Dyson, Griffin & Hastie, 2004). In a recent descriptive analysis of PETE 194 
programmes in the US (Ayers & Housner, 2008) SE was the most popular 195 
curricular model being taught, although corresponding research sharing the 196 
experiences gained in SE on such programmes is missing.   197 
 198 
A number of researchers have attempted to provide recommendations as how to 199 
teach SE in a PETE programme. Collier (1998) provided suggestions in which SE 200 
could be introduced to PETE. Firstly, she proposed to include SE through faculty 201 
modelling, where faculty would teach a performance/practical course through SE 202 
while PSTs experience the course as participants (supported by Kinchin, 2003). 203 
Secondly, she encouraged the use of focused observations, where PSTs would be 204 
provided with an opportunity to observe SE being done well in practice. And 205 
finally, she advised PSTs to teach in clinical and field settings, allowing the PSTs 206 
the opportunity to teach using the model to their classmates and eventually in 207 
their teaching practice placements. 208 
 209 
Stran and Curtner-Smith (2009) similarly believe that the core of any PETE 210 
programme where SE is included should adhere to a number of 211 
recommendations. They believe programmes should promote the teaching of a 212 
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series of faculty-presented mini seasons within early field experiences as well as 213 
PST designed seasons on teaching practice. They believe that faculty member 214 
credibility, their commitment to training teachers and their preparation to do so, 215 
and their understanding and appreciation of the PSTs’ acculturation, are 216 
significant factors in preparing PSTs to use SE. They further believe that their 217 
willingness to contrast effective and ineffective pedagogies, supervise early field 218 
experiences and teaching practice closely and their ability to develop a technical 219 
language through which they and PSTs can discuss teaching also play a 220 
considerable role in encouraging PSTs to use SE and facilitating their competence 221 
to do so.  222 
 223 
Some authors have identified a number of pertinent implications for the effective 224 
inclusion of SE in PETE, McCaughtry et al. (2004) outlines some of these after 225 
experiencing failings of SE in their study. First, they emphasise that teacher 226 
educators have to be aware of the possible tendency for PSTs to retreat from 227 
tactical instruction when problems arise; such a retreat may be avoided by 228 
showing PSTs adaptations of SE or alerting them to the need to re-teach 229 
something. Second, teacher educators must reinforce the similarities, and most 230 
important the contrasts, between SE and traditional sport pedagogies. Third, this 231 
study highlights the relatively short retention of learning and the need to re-teach 232 
or reinforce SE at multiple times during the PSTs’ development. Fourth, there 233 
must be a balance between helping beginning teachers prepare for the realities of 234 
induction to new schools and enacting challenging and complex curriculum. Fifth, 235 
it is critical that teacher educators help PSTs to see the importance of the other 236 
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types of learning involved in SE. Finally, teacher educators must be aware of PSTs’ 237 
initial scepticism and possible self-fulfilling, or rather defeating, tendencies. Such 238 
implications were recognised by the authors when the SE experience in PETE used 239 
for this study was being developed. 240 
 241 
Few studies have provided a detailed insight into how SE has been included in 242 
PETE programmes, Kinchin et al., (2005) address this gap in the literature where 243 
they reflect on examples of SE in PETE and describe how they include SE in their 244 
PETE programme. They recognise that many studies reporting the positive 245 
findings of SE are delivered by experienced teachers, suggesting that these 246 
successes highlight the importance of quality programmes in PETE. They 247 
recommend that PETE programmes include the following experiences within their 248 
programme. Firstly an initial lecture outlining the main aims and features of SE 249 
should be provided followed by an opportunity for PSTs to experience the module 250 
as a participant. They further recommend that lecturers planning and teaching in 251 
partnership with secondary teachers using SE, and observing SE being taught in 252 
schools, would give PSTs a sense of the reality of using SE in a school. 253 
 254 
It has been identified that the majority of PETE programmes teach content and 255 
pedagogy in isolation of each other (Oslin, 2002). Oslin (2002) believes that such 256 
PETE programmes should allow their students to experience the curriculum 257 
firsthand, supporting Kinchin’s (2003) recommendation of delivering practical 258 
subject matter knowledge components using SE. Oslin et al., (2001) identify such 259 
experience as ‘living the curriculum’, advocating for the link to be made between 260 
12 
 
pedagogical knowledge and subject matter knowledge (SMK) by delivering the 261 
two together in a PETE programme. In light of these recommendations the 262 
activity courses described by Oslin et al. (2001), Kinchin (2003) and Jenkins (2004) 263 
were taught through instructional models such as SE. Such courses allowed the 264 
PSTs to experience the curriculum as students and gain an enhanced appreciation 265 
and understanding for the model. Each study reported that the PSTs were 266 
successful at teaching SE during their field experiences and student teaching as a 267 
result of their SE experiences in their PETE programme.  268 
 269 
While PETE SE research has focused on various methods and recommendations 270 
for including SE in PETE programmes, few studies have presented findings of the 271 
effectiveness of these recommendations. Further research is needed to provide 272 
support for the findings of Oslin et al. (2001), Kinchin (2003) and Jenkins (2004) 273 
that were among the few researchers who provided a description of how SE was 274 
included in PETE and the findings of such approaches. Further research is also 275 
needed to determine the effectiveness of the recommendations related to the 276 
delivery of SE in PETE programmes outlined in the research. This paper aims to 277 
examine the effectiveness of popular recommendations made for SE’s inclusion in 278 
PETE by practically including SE in a PETE programme.  279 
 280 
Theoretical Framework and Purpose 281 
 282 
Along with MBI (Gurvitch et al., 2008), ‘living the curriculum’ as described by Oslin 283 
et al. (2001) provides a theoretical framework for the study. Oslin and her 284 
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colleagues identify the importance of research focusing on enhancing 285 
pedagogical content knowledge (PCK) by integrating instructional models into 286 
the PETE programme. They endeavoured to enhance the PCK of their PSTs by 287 
integrating IMs into their physical activity courses, encouraging students to ‘live 288 
the curriculum’.  PSTs need to be aware that teaching is more than knowing the 289 
subject matter and that it is essential to understand how students learn and what 290 
IMs would achieve their desired goals. It is anticipated that this can be addressed 291 
through allowing PSTs to ‘live the curriculum’. 292 
 293 
The purpose of this study was to implement the recommendations in the 294 
literature and examine PSTs’ experiences of ‘living the curriculum’ in their PETE 295 
programme through SE. The research questions were, (1) Does a ‘living the 296 
curriculum’ focus provide PSTs with enhanced learning experiences? (2) What 297 
future intentions do the PSTs have for using SE? (3) What recommendations do 298 
the PSTs provide on how SE could be more effectively delivered through a PETE 299 
programme? 300 
 301 
Methodology 302 
 303 
PETE programme context 304 
 305 
This study was conducted in a four-year undergraduate PETE programme in 306 
Ireland, which enrols approximately 80 students each academic year. During the 307 
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four years PSTs are introduced to all areas of the Irish post-primary PE curriculum 308 
which are Aquatics, Adventure Activities, Athletics, Dance, Games, Gymnastics, 309 
Health Related Activity and related areas such as sociology, psychology, youth 310 
sport, teaching and learning, curriculum and assessment, inclusive practice and 311 
philosophy and aesthetics. PSTs also complete generic education modules 312 
undertaken by all the university’s PSTs across all teacher education programmes, 313 
and have a choice of an elective subject area that qualifies them to teach PE and 314 
one classroom based subject. Two formalised teaching practice placements reside 315 
in the programme with the first in the second semester of the second year being 316 
six weeks long and the second placement in the first semester of the final year 317 
being ten weeks long. During both placements the PSTs teach a required number 318 
of classes of PE and their chosen elective subject. 319 
 320 
Participants 321 
 322 
The first author was a graduate student in the same university the PETE 323 
programme resides. The first author worked with the second and third author to 324 
devise a SE net games module and assisted in the delivery of the module, 325 
developing additional handouts and resources for the PSTs. The third author was 326 
in her first year of university lecturing. She was a qualified PE teacher and had 327 
taught PE for ten years prior to taking the position in the university. She was 328 
familiar with the SE model from her own practice and had a strong interest in 329 
contributing to research in PETE practices. 330 
 331 
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The 20 PSTs followed throughout this study were one group among 75 year 3 332 
PSTs. The group consisted of seven males and thirteen females with an age range 333 
from 19 to 30 years. This group of PSTs was randomly selected and observed by 334 
the first author during a practical module of net games that was a mandatory part 335 
of the PETE programme. 336 
 337 
Structure of the SE net games module 338 
 339 
SE was incorporated into a 12-week net-games module that focused on tennis, 340 
badminton and volleyball. The module included two 1-hour practical classes a 341 
week. The module was purposely structured to include all key aspects of SE and 342 
inform the PSTs of SE-related effective teaching practices to be used in school. 343 
The lecturer taught the PSTs through SE similar to how a teacher in a school 344 
would teach SE. For the purpose of “living the curriculum” the PSTs were required 345 
to select teams and remain on that team for the entire module. They also 346 
completed team sheets, picked team colours and names and participated in 347 
practices and competitions as part of their team. Consistent with SE, within their 348 
team the PSTs were required to take roles such as warm-up officer, coach, 349 
equipment manager, and referee, further roles of statistician, timekeeper etc. 350 
were not emphasised within the season due to time constrictions. Throughout the 351 
module, practices were organised in such a way that allowed the coach of each 352 
team to deliver the lecturer’s content to the rest of their team. The season 353 
consisted of 3 mini seasons of Tennis, Badminton and Volleyball, in an attempt to 354 
incorporate an adequate number of sports to compliment the net games focus of 355 
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the module. The PSTs stayed within their team throughout the three mini seasons 356 
and completed in culminating events for the Tennis and Badminton seasons, each 357 
of these culminating events were preceded by a pre-season and season phase. For 358 
the purpose of assessment PSTs were required to teach their peers for a short 359 
lesson and each team were required to design a SE season which they would be 360 
able to use on their future teaching practice placement. The structure of the 361 
module is outlined in Table 1.  362 
 363 
Data Collection 364 
 365 
Multiple methods of data collection were employed throughout the module. The 366 
researcher conducted independent observations of the PSTs and the lecturer, 367 
focusing particularly on critical incidents, the reactions of students to the teaching 368 
style and the lecturer’s use of the model.  From these observations he also kept 369 
reflective log diaries (Bell, 1993) of each of the classes. The lecturer of the module 370 
also kept reflective log diaries on her perceptions of the module, including her 371 
thoughts on what worked effectively/ ineffectively and the PSTs’ reactions to the 372 
content. 373 
 374 
On completion of the module, focus groups (Rubin & Rubin, 1995) were 375 
conducted with ten of the PSTs. The participants volunteered to take part in the 376 
focus groups after an expression of interest was offered to all PSTs in the class 377 
group, all participants read participant information sheets outlining the purpose 378 
of the focus groups and signed informed consent forms.  The 10 PSTs were 379 
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randomly selected to form two groups of 5 PSTs each. These focus groups 380 
followed a semi-structured format, which granted freedom for the participants 381 
and the interviewer to follow other lines of discussion if relevant. The focus 382 
groups were aimed at evaluating the PSTs’ experiences of the module and how 383 
they perceived the value of the learning experiences they received. They were 384 
also encouraged to express their future intentions for using SE. The lecturer was 385 
also interviewed (Greenfield, 2002) in order to gather her reflections of how she 386 
evaluated the PSTs’ learning experiences through “living the curriculum” and her 387 
own experiences of delivering a SE net games module.  388 
 389 
PSTs’ peer teaching assessments were observed to determine the aspects of SE 390 
that they favoured in their pedagogy. The PSTs’ SE seasons that they designed in 391 
teams as an assessment requirement were also gathered and analysed with a 392 
view to inform the researcher of their depth of understanding and potential 393 
application of SE. 394 
 395 
Data Analysis 396 
 397 
All recordings from the interview and focus groups were transcribed and analysed 398 
using thematic coding (Rubin & Rubin, 1995). The data was analysed to identify 399 
any reoccurring themes or themes which were consistent or conflicting with the 400 
literature on PSTs’ experiences with SE. The reflective log diaries from both the 401 
researcher and the lecturer were also analysed using thematic coding where 402 
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comparing or contrasting themes where identified. Peer teaching assessments 403 
and PSTs’ SE season plans were analysed in a similar manner.  404 
 405 
Results 406 
 407 
Two main themes, (1) the delivery of a net games module through SE and (2) 408 
recommendations for the inclusion of SE in PETE programmes, were identified 409 
from analysis of the data. Those themes and the accompanying sub-themes will 410 
be presented herein.  411 
 412 
(1) Delivery of a net games module through SE 413 
 414 
Diminishing awareness of SE 415 
 416 
One of the most noticeable features from the observations of the module and 417 
analysis of the PSTs’ focus groups was that the SE theme faded as the weeks 418 
went on; 419 
 420 
“I don’t know did the whole Sport Education team role kind of go out 421 
the window in volleyball a bit, do you know and a little bit towards the 422 
end of badminton whereas the other weeks we were all working in our 423 
groups all the time and then I didn’t really find in volleyball that Sport 424 
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Education was really in it so much it was more like getting the drills 425 
done and stuff” 426 
(Ciara, Focus Group #2) 427 
 428 
Other PSTs noticed similar trends when asked to describe the module; 429 
 430 
“it was tennis and badminton and volleyball and then we were taught 431 
it through Sport Education … for tennis and badminton we were, and 432 
volleyball just kind of dropped off to the more traditional” 433 
(Sarah, Focus Group #1) 434 
 435 
One PST reported enjoying the tennis section of the module more as it was 436 
delivered through SE, “I thought tennis was good as well because we were really 437 
in our teams for that so we were working with the same people all this time and 438 
amm it was just good fun that way” (Cathy, Focus Group #1). 439 
 440 
On numerous occasions during the middle and latter stages of the module, the SE 441 
theme was noted by the researcher to have been omitted. Extracts from the 442 
researchers observations include “the class were not in their SE teams at all” 443 
(Researcher’s Log: Week 5, Session 2) “this lesson contained little emphasis on 444 
the teams or their roles” (Researcher’s Log: Week 9, Session 1), “throughout the 445 
session they were in groups but these were not their SE groups. The SE 446 
atmosphere also seems to have been lost slightly” (Researcher’s Log: Week 9, 447 
Session 2) and “this session again failed to implement SE in a few occasions when 448 
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it would have been appropriate, however the students enjoyed the session 449 
greatly and learned a lot” (Researcher’s Log: Week 10, Session 2). 450 
 451 
 Aware of this diminishing awareness of SE one of the PSTs recommended to 452 
“keep it going the whole way through so you get the full experience of it and get 453 
the three competitions and see how they work (Sarah, Focus Group #1). In 454 
response to PSTs’ diminishing awareness of SE as the module progressed the 455 
lecturer commented that “I felt that after 8 weeks of 2 lessons a week so that’s 16 456 
hours …. I felt that was appropriate enough to develop for them to understand 457 
the Sport Education model” (Lecturer, Interview). 458 
 459 
The lecturer expressed concerns about the effectiveness of the PSTs’ student 460 
coaches (Lecturer’s Log: Week 2, Session 1 & 2; Week 4, Session 1 & 2; Week 5, 461 
Session 1) and this may have lead to her not prioritising SE towards the end of the 462 
module. In later sessions she decided to deliver some of the lesson content 463 
herself as opposed to the student coaches (Lecturer’s Log: Week 7, session 2). 464 
She also “noticed that the enthusiasm of the group [towards the SE concept] 465 
decreased significantly” (Lecturer’s Log: Week 8, Session 2) where she identified 466 
that SE worked really well at the start of the module but she believed their 467 
interest for SE reduced towards the end of the module. The lecturer appeared to 468 
consciously move away from the SE model believing the PSTs “did understand the 469 
concept fully and I just felt that I was repeating myself because we had already 470 
done two sports and to do another sport through it might have been overkill” 471 
(Lecturer, Interview). McCaughtry et al., (2004) conversely believe that there is a 472 
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need to re-teach or reinforce SE at multiple occasions during the PSTs PETE 473 
programme.  This recommendation is consistent with the PSTs’ desires for other 474 
modules and activities to be delivered through SE. The lecturer’s opinion in this 475 
study questions whether there is a conflict between including SE while 476 
maintaining a teacher education focus. 477 
 478 
Conflict between teacher education and SE 479 
 480 
There were some instances where the inclusion of SE in the module appeared to 481 
have a negative effect on the PSTs’ teacher education. The lecturer believed 482 
“what Sport Education lacks is the skill development aspect” (Lecturer, Interview) 483 
and experienced “from having thought it myself in a school situation I found the 484 
skill levels have dropped significantly by using a full Sport Education model 485 
delivery” (Lecturer, Interview). 486 
 487 
The researcher had observed during one session that the SE focus was lost due to 488 
a stronger focus towards teacher education. The researcher wrote that he “felt 489 
that this session was orientated towards teacher education much more than 490 
usual. Because of this the SE aspect was lost slightly” (Researchers Log: Week 5, 491 
Session 2). It was evident that the lecturer had spent additional time improving 492 
their ability to teach the skills rather than participating in a SE season where they 493 
would be taught by their peers. A similar situation occurred later in the module 494 
where the researcher observed that the “lesson contained little emphasis on the 495 
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teams or their roles but this was a result of [the name of lecturer] introducing 496 
volleyball for the first time” (Researchers Log: Week 9, Session 1).  497 
 498 
The lecturer also expressed a conflict between her efforts to educate the PSTs as 499 
effective teachers while also integrating SE to the extent intended; 500 
 501 
“it was hard in a way sometimes delivering it to [PSTs] because they 502 
weren’t buying into it all the time and it was hard to keep the 503 
momentum going because I was trying to teach them so many 504 
different things, I couldn’t do that just through Sport Education 505 
because then it would have been a disservice to them so sometimes I 506 
found myself coming away from Sport Education to be able to deliver 507 
it effectively” 508 
(Lecturer, Interview) 509 
 510 
The lecturer appeared over-critical with respect to the effect her staying 511 
true to the teaching of SE was having on the PSTs’ ability to deliver SE in 512 
schools, perhaps finding it difficult to have faith in the learning that PSTs 513 
would encounter from their peers rather than from her instruction.  514 
 515 
(2) Recommendations for SE in PETE 516 
 517 
Do more sports within a SE season / do a SE unit for longer 518 
 519 
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The most common suggestion made by the PSTs was for the module to have 520 
lasted for longer and incorporate other sports in a similar manner. One of the 521 
PSTs was keen for the module to be run for longer to get the full benefit of the 522 
experience; 523 
 524 
“[Do it for] a longer time, don’t include as many activities into the one 525 
module like kind of split it up over the two semesters you can have 2 526 
activities in one semester and 2 activities the next semester so you 527 
won’t be rushing everything into say two or three weeks the way we 528 
did volleyball” 529 
(Martin, Focus Group #2) 530 
 531 
Additionally, Martin suggested that in an effort to maximise the benefits of the 532 
module to “keep on doing it throughout the 4 years”. He was concerned that if it 533 
was only done once for one semester PSTs would forget it and that if it were 534 
done throughout the four years of the programme that “it will be on the top of 535 
your head straight away” (Martin, Focus Group #2). Ciara similarly suggested 536 
doing “another net games module like…have more time to expand maybe more 537 
time to spend on Sport Education” (Focus Group #2). 538 
 539 
Another PST suggested if she could change the module she would “have more 540 
sports in it…I would have loved to have seen it done like through basketball or a 541 
sport I wouldn’t be confident” (Emma, Focus Group #1). Other PSTs echoed this 542 
preference and it was suggested to “do it with all the sports we did like instead of 543 
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just doing it through net games do it in soccer do it in rugby do it in Gaelic 544 
football” (Martin, Focus Group #2). 545 
 546 
Do the module earlier in the programme 547 
 548 
This module was the PSTs’ first significant exposure to the SE model. Many of the 549 
PSTs believed that the module should have been run earlier in their PETE 550 
programme rather than in their third year, “we are in third year now it’s a bit late, 551 
to be honest, should have kicked off straight away in first year” (Tim, Focus 552 
Group #1). Sarah suggested “to have it in second year in the first semester of 553 
second year so then you have it ready for your second year [teaching practice]” 554 
(Focus Group #1). Supporting Sarah’s comment another PST suggested that “it 555 
would have been nice if we had that before going on teaching practice last year 556 
we could have actually gone out and tried it for the 6 weeks” (Jacob, Focus Group 557 
#2). 558 
 559 
Another benefit of an earlier exposure to SE was that they “would have time in 560 
second year to try it out and then fourth year refine it see what works and what 561 
doesn’t work” (Eve, Focus Group #1) with a concern that; 562 
 563 
 “When you have never tried something in a school before or you have 564 
never seen it been done in a school before you’re kind of a little bit 565 
more apprehensive about it, but if you [could use it] in second year 566 
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where [the accumulated grades] didn’t count towards [the final 567 
degree classification]” 568 
(Sarah, Focus Group #1) 569 
 570 
Using SE in a teaching practice placement is a recommendation shared by other 571 
researchers (e.g. Collier, 1998; Stran & Curtner-Smith, 2009). Many studies have 572 
offered similar opportunities for their PSTs and it has been observed that these 573 
PSTs use SE positively in their future practice (e.g. Kinchin, 2003; Curtner-Smith, et 574 
al., 2008; Stran & Curtner-Smith, 2009). Such opportunities give the PSTs a 575 
valuable opportunity to practice SE in a context where they have support and 576 
feedback from their university supervisors and co-operating teachers in the 577 
school. 578 
 579 
University supervisors’ and co-operating teachers’ understanding and 580 
appreciation of SE 581 
 582 
One concern that the PSTs had about using the SE model was the perception their 583 
allocated university supervisor would have if they used it on their future final year 584 
teaching practice placement. A number of PSTs expressed that their use of the SE 585 
model would depend on the supervisor that they have, expressing that “it really 586 
does depend on the tutor” (Emma, Focus Group #1). Tim felt that the university 587 
supervisor might be sceptical about the SE model; 588 
 589 
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“if the tutor is going to call on the third week and you have only had 590 
one week to set it up the second week problems are going to arise he 591 
is going to arrive on the third week you’re going to say hold on a 592 
minute cut the power with this a minute get the tutor out of the way 593 
and I’ll go back to it" 594 
(Focus Group #1) 595 
 596 
The PSTs felt that the university supervisor and cooperating teachers may not 597 
appreciate and understand the SE model. Martin was concerned with this 598 
possibility and wondered would “all tutors and lecturers 100% understand what 599 
Sport Education is” (Focus Group #2). In an attempt to resolve this issue it was 600 
suggested that the university supervisor would not call out to observe or assess 601 
the classes where SE was being used. Additionally the PSTs suggested to “give 602 
the tutor … a presentation on Sport Education” (Emma, Focus Group #1) so they 603 
would understand the SE concept. 604 
 605 
Provide similar modules for other instructional models 606 
 607 
The lecturer responsible for delivering this module suggested that other IMs  608 
should be taught in a similar way to teaching net games through SE, allowing PSTs 609 
to “live the curriculum” (Oslin et al, 2001) of other models; 610 
 611 
 “[PSTs] need to be taught a range of teaching strategies…they need 612 
to be aware of the different teaching methods available to them 613 
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whether it is Teaching Games for Understanding or Sport Education it 614 
should be done they should have the opportunity to live the actual 615 
teaching method” 616 
(Lecturer, Interview). 617 
 618 
She further recommended “they [PSTs] do a number of [activity] modules 619 
throughout the course so the other teaching models can be addressed the way 620 
that Sport Education was addressed through net games” (Lecturer, Interview). 621 
She also identifies this in her reflective log, “it is beneficial to use a range of 622 
strategies” (Lecturer’s Log: Week 8, Session 2). 623 
 624 
This recommendation is consistent with Dyson et al., (2004) who have suggested 625 
that SE, tactical games and cooperative learning should be mandatory models in 626 
any PETE programme. Furthermore, it has been suggested that PSTs learn by 627 
doing (Curtner-Smith et al., 2008) and Oslin (2002) cites the work of Graham 628 
(1995) who suggests that teacher education programmes should model the 629 
characteristics and qualities of the programmes we hope to see implemented in 630 
schools. PETE programmes are effective for preparing teachers to use curriculum 631 
and instructional models and PSTs should be given the opportunity to experience 632 
the model as both students and teachers (Gurvitch, Tjeerdsma Blankenship, 633 
Metzler & Lund, 2008; Metzler, et al., 2008). 634 
 635 
Discussion 636 
 637 
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Consistent with recommendations provided by Darling-Hammond (2000) this 638 
study supports the notion that subject matter knowledge and pedagogical 639 
knowledge being taught together can provide positive learning experiences for 640 
PSTs. It also supports the recommendation to provide a practical SE experience in 641 
PETE programmes (Collier, 1998; Kinchin et al., 2005), as the PSTs made reference 642 
to the effectiveness of the experience on numerous occasions. 643 
 644 
Using Oslin et al’s (2001) concept to “live the curriculum” provided a useful 645 
framework in which to structure the experience, within this framework a number 646 
of implications were identified which should be addressed when developing 647 
similar experiences in the future.  Firstly it is imperative that the SE experience is 648 
as similar as possible to what is to be expected in schools, while highlighting 649 
practices including various aspects of SE in disparate settings. The SE theme 650 
should be present throughout the module and efforts should be made not to let 651 
its focus diminish during the duration of the module. Secondly it should be 652 
ensured that all areas of a particular curriculum model are taught in detail so that 653 
PSTs have the required understanding of the model. And thirdly, participating in a 654 
SE season should provide the PSTs with a vital opportunity to observe SE being 655 
taught well, appreciate the pedagogical difficulties associated with using SE and 656 
understand methods of overcoming these difficulties.  657 
 658 
It became evident that there was a conflict on some occasions between the 659 
inclusion of SE and the effectiveness of the PSTs’ teacher education. This conflict 660 
led the lecturer to retreat from teaching through SE towards the end of the 661 
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module, believing she was unable to complement both. Alexander and Penny 662 
(2005) shared this concern believing that SE restricts the ability of the teacher to 663 
introduce their expertise to the session. It is interesting that the lecturer was not 664 
confident in the PSTs’ ability to teach each other the skills they would need for 665 
their future profession. While similar concerns regarding the effectiveness of the 666 
student coaches has been recognised in the literature (Carlson & Hastie, 1997; 667 
Alexander & Luckman, 2001; Alexander & Penny, 2005), it would have been 668 
expected that PSTs would have had the required pedagogical and subject matter 669 
knowledge required to perform the role of student coach. The reality of preparing 670 
PSTs to effectively deliver SE in a school setting is a difficult process for a teacher 671 
educators and may not necessary be conducive in all contexts to producing 672 
effective teachers. 673 
 674 
There was also a difference of perspectives over the appropriate length of the SE 675 
season. The lecturer believed that by eight weeks of SE the PSTs had received 676 
sufficient experience and she worried that there was a lack of enthusiasm from 677 
the PSTs. The PSTs however recommended that the SE theme should have been 678 
continued through to the end of the module (12 weeks). Perhaps this diminishing 679 
awareness of SE led one of the groups to omit the SE characteristics of record 680 
keeping from their SE unit plan, as it was not covered during the module. There 681 
are a number of reasons as to why the lecturer may have felt it was time to move 682 
away from SE. Firstly, she believed it was too difficult to convey content 683 
knowledge while maintaining a SE emphasis in her lesson. She believed the PSTs’ 684 
knowledge of volleyball was low and perhaps believed she needed to dedicate 685 
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more time to develop their content knowledge of the basic skills of volleyball. 686 
Secondly, the lecturer acknowledged using SE previously during her teaching 687 
career and admitted being sceptical of the proposed benefits of SE. Perhaps this 688 
scepticism led to her never being fully confident of the benefit of the SE model to 689 
PSTs. However she later admitted a change in her opinion of the effectiveness of 690 
SE as an IM on completion of teaching the module. Thirdly, there could have also 691 
been a novelty factor for the PSTs associated with being part of a SE season for 692 
the first time.  693 
 694 
It is possible that the lecturer’s previous experiences teaching SE and her 695 
perceptions of the effectiveness of student coaches led her to retreat to her 696 
‘curricular zone of safety’ (Rovegno, 1994). Although the lecture would not have 697 
shared the same concerns of pedagogical content knowledge and capabilities as 698 
the teachers in Rovegno’s (1994) study, it is likely that her responsibility to 699 
develop the PSTs as effective teachers encouraged her to retreat from SE to teach 700 
in a style she was familiar with.  701 
 702 
The study identified a number of recommendations as to how SE could be 703 
included in a PETE programme. First, and foremost, the study qualified the 704 
inclusion of SE in PETE programmes as a worthwhile venture, qualifying the 705 
effectiveness of PSTs experiencing SE as intended to be delivered in schools. This 706 
provides support for the recommendations to allow PSTs to become participants 707 
in a SE season similar to one that would be delivered in a school context (Collier, 708 
1998; Oslin, et al., 2001; Kinchin, et al., 2005). 709 
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 710 
It was recommended from this study that if the module was being offered again 711 
that it would be available in the first or second year of the PETE programme. This 712 
would provide the PSTs with the opportunity to use the SE model on their first 713 
teaching practice where they could use SE with the aid of prescribed lessons 714 
provided by the PETE faculty, similar to a recommendation provided by Kinchin et 715 
al. (2005). Delivering SE during teaching practice placement is a recommendation 716 
shared by other researchers (e.g. Collier, 1998; Kinchin, et al., 2005; Stran & 717 
Curtner-Smith, 2009). Many studies have offered similar opportunities for their 718 
PSTs and it has been observed that these PSTs use SE positively in future practice 719 
(Kinchin, 2003; Curtner-Smith, et al., 2008; Stran & Curtner-Smith, 2009). 720 
However, it is not clear that if this approach was adopted the extent to which the 721 
PSTs would be able to contextualise a curriculum model which is new to them 722 
without having been on teaching practice and experienced  the reality of teaching 723 
PE. The lecturer was concerned regarding the lack of content knowledge that the 724 
year 3 PSTs had. If this module was delivered earlier in the PETE programme PSTs 725 
may have less content knowledge, perhaps compromising their development of 726 
SE.  727 
 728 
It is also recommended that the PSTs’ university supervisors and co-operating 729 
teachers have a knowledge and understanding of the SE model so they are 730 
equipped to offer support and feedback to PSTs using the SE model. It may be 731 
unrealistic to presume that all university supervisors and co-operating teachers 732 
will have an appropriate level of understanding and appreciation for the model. 733 
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Similar findings were observed by Lund, Gurvitch and Metzler (2008) who while 734 
examining the influences of cooperating teachers adoption of MBI, found that 735 
some cooperating teachers confused MBI and the spectrum of teaching styles. 736 
Similarly it was noted that cooperating teacher’s lack of knowledge of MBI acted 737 
as an inhibitor to the PSTs using MBI (Gurvitch, Tjeerdsma Blankenship, Metzler & 738 
Lund, 2008). Methods of overcoming this obstacle must be explored and in-739 
service training could be offered to all university supervisors and cooperating 740 
teachers on various curriculum models and IMs. While on teaching practice PSTs 741 
could be granted one or two classes which, while still observed by the university 742 
supervisor, are exempt from formal/ external assessment where the PSTs could 743 
use them as an opportunity to gain experience using curriculum and instructional 744 
models. These opportunities would potentially encourage PSTs to try new and 745 
innovative teaching strategies and IMs with an increased confidence that such 746 
trials would not necessarily have a detrimental effect to the physical education 747 
lesson. 748 
 749 
It has also been recommended that other curricular activities or IMs should be 750 
presented in a similar manner during the PSTs’ PETE programme. This 751 
recommendation mirrors efforts made by Georgia State University, where PSTs 752 
are exposed to a variety of Instructional Models during their PETE programme 753 
through ‘immersion’ (Gurvitch et al., 2008), similar to the ‘live the curriculum’ 754 
approach in this study. Teacher educators would be required to possess 755 
considerable expertise in both the areas of the content they are teaching and the 756 
curriculum or instructional model that they are teaching through. Such expertise 757 
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may not be a reality among many teacher educators who have knowledge in a 758 
particular subject area. 759 
 760 
Worryingly there was little reference to the aims of SE at developing competent, 761 
literate and enthusiastic sportspeople during the focus groups with the PSTs. 762 
They did not appear to appreciate these three factors as being SE’s foundational 763 
aims.  764 
 765 
While the research on the area of living the curriculum and the inclusion of SE 766 
within PETE programmes is at an early stage, the findings presented here support 767 
further investigation into this area. A number of areas for further research have 768 
been identified through the process of this research. Research where PSTs have 769 
the opportunity to use the SE model on their teaching practice placement and 770 
where opportunities have been offered allowing the PSTs to refine their use of 771 
the SE model would offer an extension to the discussion on how best to include 772 
the model in a PETE programme. Longitudinal studies, which examine the PSTs 773 
use of the SE model as beginning and experienced teachers, would provide 774 
valuable feedback on the supports and constraints within contexts that impact on 775 
the extent to which SE is a permanent feature of the school PE programme, and 776 
how teachers pursue and promote the SE model in their practice. 777 
 778 
 779 
 780 
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Table 1: Structure of the Module 921 
Week Activity Practical aspect SE aspect 
1 Tennis 
Introduction to basic racket 
skills through short-
tennis/pickleball. 
Introduction to SE, 
nomination of team 
coaches 
2 Tennis 
Introduction to groundstrokes. 
Basic tactics: utilising court 
space to best advantage 
Team selection methods, 
team affiliation methods 
3 Tennis 
Development of attacking and 
defending principles. Doubles 
play – basics of playing with a 
partner. Evaluation and 
Analysis of techniques 
Introduction of roles, task 
card teaching methods, 
student led warm up and 
skill practices 
4 Tennis 
Adapting and modifying games 
Mini-Tournaments – Singles 
and Doubles. 
Introduction to 
competition organisation 
5 Badminton 
Transfer of learning, basic 
racket skills and underhand 
strokes. Forehand overhead 
clear and service. Court 
Familiarisation: singles and 
doubles. 
Continuation of SE from 
tennis to badminton, 
creation of task cards 
6 Badminton 
Forehand overhead drop 
shot/smash. Backhand 
overhead drop and smash 
strokes. Attacking and 
defending principles. 
Importance of festivity, 
student lead practices 
7 Badminton 
Singles strategies, knowledge 
of rules and officiating. 
Doubles play – basics of playing 
with a partner. Evaluation and 
analysis of techniques. 
Introduction of formal 
competition and 
culminating event 
organisation, students 
modified games 
8 Badminton 
Adapting and modifying 
games. Mini-Tournaments – 
Singles and Doubles 
Competition day 
9 Volleyball 
Transfer of learning/skill 
transfer. The volley 
(setting)/Dig (forearm pass), 
progressions. 
Introduction of modified 
games 
10 Volleyball 
The serve: Underarm and Over 
arm serve. Development of 
game play – 2v2. 
None 
11 Volleyball 
Adapting and modifying 
games. Mini-Tournaments – 2v2 
and 6v6. 
None 
12 Assessment Assessment Assessment 
a 
 
Title: ‘Living the curriculum’: Integrating sport education into a physical education 922 
teacher education programme education. 923 
Date: 16th December 2010 924 
Word Count (excluding references): 7951 925 
 926 
 927 
 928 
 929 
 930 
 931 
 932 
 933 
 934 
 935 
 936 
 937 
 938 
 939 
 940 
 941 
 942 
 943 
 944 
 945 
b 
 
Name: J.T. Deenihan 946 
Affiliation: Department of Physical Education and Sport Sciences, University of 947 
Limerick 948 
Institutional Address: Department of Physical Education and Sport Sciences, 949 
University of Limerick, Ireland  950 
E-mail address: J.T.Deenihan@ul.ie 951 
Telephone: (+353) 66 71 34292 / (+353) 87 61 77488 952 
 953 
 954 
 955 
 956 
 957 
 958 
 959 
 960 
 961 
 962 
 963 
 964 
 965 
 966 
 967 
 968 
 969 
c 
 
Abstract: 970 
 971 
This study recognises the paucity of research regarding how pre-service teachers 972 
learn to use Sport Education (SE) in their physical education teacher education 973 
(PETE) programmes (Stran & Curtner-Smith, 2010). This study provides an 974 
experience in PETE where pre-service teachers ‘live the curriculum’ (Oslin, Collier 975 
& Mitchell, 2001) and experienced a SE season (Siedentop, 1994) as participants. 976 
Data was collected through weekly observations, researcher and lecturer 977 
reflections and interviews and focus groups with the lecturer and pre-service 978 
teachers. The results provide support for the ‘live the curriculum’ experience from 979 
the perspective of the pre-service teachers. It was indicated however that there 980 
were occasions when the lecturer was compromised between teaching through 981 
SE while teaching pre-service teachers how to teach SE in schools. It was also 982 
observed that there was a diminishing awareness of SE towards the end of the 983 
module. Recommendations for the inclusion of SE in PETE are also provided. 984 
 985 
 986 
 987 
 988 
 989 
 990 
 991 
 992 
 993 
d 
 
Keywords:  994 
 995 
Model Based Instruction, Sport Education, Living the Curriculum, Pre-service 996 
Teachers, Physical Education Teacher Education 997 
 998 
 999 
 1000 
 1001 
 1002 
 1003 
 1004 
 1005 
 1006 
 1007 
 1008 
 1009 
 1010 
 1011 
 1012 
 1013 
 1014 
 1015 
 1016 
 1017 
e 
 
Biographical Notes: 1018 
 1019 
J.T. Deenihan is a post-graduate student in the Department of Physical Education 1020 
and Sport Sciences at the University of Limerick, Ireland. 1021 
Dr Ann MacPhail is a senior lecturer in the Department of Physical Education and 1022 
Sport Sciences at the University of Limerick, Ireland. 1023 
Ann-Marie Young wais a junior lecturer in the Department of Physical Education 1024 
and Sport Sciences at the University of Limerick, Ireland. 1025 
 1026 
